Exploratory study of approvals and disapprovals in Australian instrumental music teaching by Zhukov, Katie
 1 
Exploratory study of approvals and disapprovals in Australian instrumental music 
teaching 
 
Abstract 
Research on the use of approvals/ disapprovals in classroom teaching has highlighted praise as more 
effective than criticism, specific evaluation more valuable than general, and gender differences. This study 
investigated instrumental music lessons in higher education to ascertain the use of positive/ negative and 
specific/ general evaluation and gender effects on these. The participants were 12 teachers and 24 students 
from five Australian tertiary institutions. Greater use of approvals than disapprovals was found in most 
lessons. The teachers were more specific when criticising their students, but not when praising them. The 
female teachers were slightly more positive than the male teachers, but the male teachers were more 
specific in their appraisals of student playing. The female students received more teacher praise than the 
male students. Results support previous research and provide new evidence into the use of approvals and 
disapprovals in instrumental music lessons in higher education. The implications for teaching practice 
include greater use of specific praise and sensitivity to gender biases. 
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Background 
There has been an ongoing discussion regarding the use of approvals/ disapprovals in 
teaching since 1970s (see Merrett (1981) for a review of British studies and Wyatt and 
Hawkins (1987) for a review of American research). The investigations in the 1970s 
found that teachers gave more disapprovals than approvals to their students and 
encouraged educators to praise more. This directive seems to have been embraced by 
many teachers, as research in the 1980s found an increase in the rate of approvals in 
lessons (e.g., Nafpaktitis, Mayer and Butterworth, 1985; Merrett and Wheldall, 1987; 
Wheldall, Houghton and Merrett, 1989). More recent studies (e.g., Harrop and Swinson, 
2000) confirm that this is still the case. There seems to be a considerable agreement on 
the use of approvals/disapprovals in teaching among the educators in many English-
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speaking countries, such as United States, Canada, the United Kingdom, Australia, New 
Zealand and Hong Kong (Beaman and Wheldall, 2000). 
Feedback is an important part of applied music instruction. Price (1983) suggested that 
instrumental music teachers should not only concentrate on instruction and student 
performance, but also give appropriate appraisal. Teacher approval and disapproval have 
a considerable effect on students’ motivation. Early studies (e.g., Anderson, White and 
Wash, 1966; Eswara, 1972; Rest, Neirenberg and Weiner, 1973), found that praise was 
more effective for achievement than criticism. This view is supported by later research 
such as Salzberg and Salzberg (1981), Radocy (1982), and Bartholomew (1993).  
While an obvious conclusion reached by researchers is that positive feedback is more 
productive than negative, an important question of the ratio between the two dimensions 
remains. Single (1991) endorsed a baseline 80% approval rate for student behaviours in 
the classroom. In instrumental music studio Colprit (2000) found the rate of teacher 
approvals to be more than twice the rate of disapprovals in her study of Suzuki string 
teaching of 5–17 year old students.  
Research shows that classroom teachers tend to direct their approval at academic 
performance and their disapproval at undesirable social behaviours (Merrett and 
Wheldall, 1987; Wyatt and Hawkins, 1987; Wheldall, Houghton and Merrett, 1989; 
Beaman and Wheldall, 2000). Similarly, in music teaching effective praise should be 
directed at attainment of specified performance criteria and desired student behaviour 
such as practising, while negative criticism should be directed towards the student 
behaviour and not the student personality (Radocy, 1982; Kostka, 1984; Brophy and 
Good, 1986; Schmidt, 1995). 
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The research into gender differences in student responses to teacher approvals and 
disapprovals has been limited. Schmidt (1995) reported that female students exaggerate 
teacher approval, while male students overstate teacher disapproval.  This suggests that 
male music students tend to overestimate negative teacher feedback and thus might 
require more praise, while female students tend to overrate the value of positive teacher 
comments and therefore may be better able to cope with teacher criticisms. Elliot (1995) 
in his study of assessments of musical performances found that even experienced 
musicians were influenced by gender stereotypes in their judgements of student 
performances. This implies that teacher approval and disapproval of student playing may 
be related to gender-linked attitudes.  
What types of gender attitudes have been exhibited by teachers and students in higher 
education setting? Two large-scale studies of university lecturers in the United States 
(Grasha, 1994; Lacey, Saleh and Gorman, 1998) have reported strongly stereotyped 
behaviour by the teachers: the male lecturers were more dominant and exacting, 
preferred expert/ formal authority teaching styles and the female lecturers adopted more 
informal and facilitating approach. Similar teaching styles have been recently found by 
Zhukov (2006) who describes in her study of gender differences in instrumental music 
teaching in Australian Conservatoriums stereotyped behaviour by both teachers and 
students. The male teachers demonstrated an authoritarian approach and the female 
teachers showed a more accommodating style of instruction. The male students 
displayed more assertive attitudes in lessons, while the female students tended to act 
more submissively. These studies indicate that teachers’ and students’ gender attitudes 
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might play a role in teachers’ use of approvals and disapprovals in advanced 
instrumental music lessons. 
 The ratio of specific-to-general comments is also an important factor in teachers’ use of 
reinforcement. So far, research has provided conflicting evidence. A study by Carpenter 
(1988) reported that junior and senior school band directors used twice as much general 
than specific praise, and yet two more recent studies (Goolsby, 1997; Siebenaler, 1997) 
have found the opposite: expert teachers provide more specific and fewer general 
positive comments than other teachers. This finding corresponds with the expert teachers 
more specific instructions to students with regard to playing and more focused questions. 
While an overuse of general criticism will not assist in building students’ confidence, 
self-image or their trust in the teacher, indiscriminate generic praise is also ineffective, 
as it sounds insincere and leaves students wondering as to what is being approved 
(Bartholomew, 1993). Positive teacher feedback needs to be perceived by students as 
being sincere, as students want to feel that they have earned this praise. A recent study 
by Taylor (1997) confirmed that students are able to distinguish between deserved 
teacher praise and merely encouraging comments. Salzberg and Salzberg (1981) in their 
study of the effect of negative and positive feedback in improving left-hand positions of 
elementary string players showed that praise after a longer training session resulted in 
the greatest improvement for all subjects. Similarly, two non-music studies (Cooper, 
Heron and Heward, 1987; Rodgers and Iwata, 1991) suggest that students need to know 
why they have earned teacher approval or disapproval to achieve better learning 
outcomes.  
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While many teachers agree with the theory that they should give more praise than 
criticism, it appears to be difficult to implement this in practice, with many teachers 
finding themselves giving negative feedback to students even when they wish to provide 
a positive environment (Madsen and Duke, 1985). Teachers can be trained to improve 
their use of positive reinforcement with instructor guidance or through self-observation 
such as videotaping their teaching (Killian, 1981). Benson (1989) found that viewing 
and analysing the videotapes of their own lessons helped teachers to increase their rate 
of positive reinforcements. Teachers need to create situations and implement strategies, 
which promote correct student responses (Duke & Madsen, 1991). This means giving 
students highly specific tasks and directions which, when executed, will lead to 
noticeable improvements in some aspect of students’ playing. By defining correct 
responses teachers can help students to achieve the desired result and thus give sincere 
positive feedback. Yarbrough and Henley (1999) suggest that a positive or negative 
teacher evaluation needs to be followed by a practical suggestion for overcoming the 
difficulty. 
 
Aims 
The review of literature indicates that in general teaching practice approvals are given 
more often than disapprovals. Only limited evidence of this exists in instrumental music 
teaching. Studies exploring the role of gender have highlighted a possible link between 
teacher use of approvals/ disapprovals and gender attitudes of teachers and students. 
There exists conflicting evidence regarding the ratio of specific-to-general praise and 
criticism but at present this has not been investigated in individual applied music 
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lessons. The aim of this study is to address these research problems and inform teaching 
practice by investigating the use of specific/general approvals and disapprovals in higher 
education instrumental music lessons with regard to teacher and student gender.  
 
Sample 
Twelve prominent teachers of piano, strings and winds from five tertiary music 
institutions in four Australian cities were observed in this study.  The reason for not 
limiting the study to one instrument was to arrive at broad conclusions applicable to 
tertiary music teaching rather than report instrument-specific practice. The field of 
tertiary instrumental music teaching was chosen because it is still an under-researched 
area of music education yet it is uniquely suited to research in providing access to 
uniform samples of students of similar age and ability and to renowned teachers. In 
order to overcome the strong institutional culture often present in music institutions a 
balanced sample was achieved through geographical and institutional spread of the 
fieldwork.  
The teacher sample was gender-balanced with equal numbers of male/ female teachers 
in each instrumental category. Each teacher was asked to select one male and one female 
student for observation, thus contributing to a gender-balanced sample of 24 students. 
 
Method 
Twenty-four lessons of approximately one hour in duration each were videotaped. 
Several strategies were adopted to minimise the ‘observer’ effect on data collection: 
only experienced teachers were chosen for participation in the study, the video camera 
 7 
was operated on ‘auto-pilot’, and debriefing of students took place after the lessons to 
verify that the taped lessons were representative of the usual teaching practice. 
The frequency of teacher reinforcement was measured under four categories: Positive 
General, Positive Specific, Negative General and Negative Specific Evaluation. The 
category of Positive General Evaluation included teacher comments such as ‘Yes’, 
‘Good’, ‘Well done’ and body movements indicating approval such as nodding. Specific 
praise, for example ‘That was good because…’ or ‘Good’ after a specific task has been 
performed correctly, was classified under the Positive Specific Evaluation category. 
General critical remarks such as ‘No’, ‘Not like this’ and body movements indicating 
disapproval (teachers shaking their heads) were counted under the Negative General 
Evaluation category. And statements such as ‘That was not good because …’ or ‘No’ 
after a specific task has been performed incorrectly were considered in the Negative 
Specific Evaluation category. 
The following examples from the observed lessons demonstrate the four categories of 
Evaluation measured in this study. 
Positive   
General 
Evaluation 
 
Student plays.  
Teacher: ‘Yes, good’. 
 
Positive 
Specific 
Evaluation 
Teacher: ‘You tend to play the third beat louder than the second’.  
Student: ‘Mm’. (Nods.) 
Teacher: ‘(Teacher vocalises stressing the wrong beat) … instead of (teacher stresses the 
correct beat). The third beat is actually (pauses)…’ 
Student: ‘…the least’. (Student plays correctly.) 
Teacher: ‘Good, good!’ 
 
Negative 
General 
Evaluation 
 
Student: plays. 
Teacher (shakes her head): ‘No!’ 
 
Negative 
Specific 
Evaluation 
Teacher: ‘No, you are too loud. You are doing sort of flapping around with your 
fingers. (Teacher mirrors the student’s playing.) I hold everything really still and 
have tiny little movements’. (Teacher demonstrates correct movements.) 
Student: tries again. 
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These examples illustrate how instrumental music teachers assess student playing. 
While a Positive General Evaluation lets the students know that the teacher likes their 
playing in general, and a Negative General Evaluation indicates teacher disapproval, 
these evaluations are too broad. By contrast, Positive Specific Evaluation praises a 
particular improvement in playing, and Negative Specific Evaluation criticises a precise 
fault by focusing on the problem. 
To establish researcher’s reliability as a marker, randomly selected segments of lessons 
were re-analysed after a period of six months. The Pearson’s correlation coefficient 
between the two markings was 0.99. The very high correlation between the original and 
the subsequent marking indicate a high degree of agreement between the two analyses of 
the same data. 
Since the lessons varied in actual duration, in order to arrive at comparable scores 
between the lessons the totals in each category were added up, divided into Net Lesson 
time and then multiplied by 60 to arrive at a score per hour. Total Teacher Evaluation 
was calculated as the sum of all positive and negative evaluations. The results for each 
category were expressed in percentages of the Total Teacher Evaluation per hour of 
lesson, in order to ascertain the significance of various reinforcements as used in actual 
tertiary instrumental music lessons. The data were subjected to various statistical 
analyses including means, T-tests and ANOVAs. 
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Results 
First, the data was analysed according to four gender pairings, same/different 
teacher/student gender (see Table 1). In the same-gender pairing the female teachers 
were more generous in their praise of the female students than the male teachers paired 
with the male students, given the respective means for Total Positive Evaluation of 89.4 
(SD = 11.7) and 83.1 (SD = 20.7). The female teachers scored particularly high in the 
category of Positive General Evaluation (M = 48.2, SD = 17.8, versus the male teachers’ 
mean of 43.7, SD = 12.2) and similarly in Positive Specific Evaluation (the means of 
41.2, SD = 12.4, and 39.4, SD = 15.9 respectively). While the female teachers were 
overall less critical, this was achieved by considerably lower scores in Negative Specific 
Evaluation (M = 4.4, SD = 7.4, for the female teachers and M = 13.3, SD = 21.7, for the 
male teachers) and slightly higher results in Negative General Evaluation (the mean of 
6.2, SD = 7.8, versus the male teachers’ mean of 3.6, SD = 4.3). The means for General 
and Specific Evaluations revealed that in same-gender pairing the female teachers were 
more positive but the male teachers were more specific in their assessments of students.  
Next, the opposite-gender pairing of teachers and students was considered. Here, the 
overall approach was very similar, with the male teachers being slightly more generous 
in their praise of the female students (M = 84.4, SD = 12.1) than the female teachers 
towards their male students (M = 81.8, SD = 11.9).  This was achieved through slightly 
more Positive Specific Evaluations by the male teachers (M = 47.7, SD = 18.3) than by 
the female teachers (M = 45.7, SD = 13.3), and more Negative Specific Evaluation by 
the female teachers (M= 12.8, SD = 8.0) than by the male teachers (M= 9.5, SD = 13.0). 
In terms of overall General versus Specific evaluation the scores were similar between 
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the two teacher groups. The results for opposite-gender pairings show a uniform 
approach across the sample. 
When the data for two student groups were examined, some differences in teacher 
approach have emerged. The female students received more overall teacher praise than 
the male students, given the means of 86.9 (SD = 15.3) and 82.5 (SD = 16.1). This was 
evident in both Positive General and Positive Specific evaluations of the female 
students. The male students bore the brunt of teacher criticism, in particular of Negative 
Specific evaluations (M = 13.1, SD = 15.6, while for the female students M = 7.0, SD = 
10.4). Yet, overall the teachers were more Specific in their comments to the male 
students (M = 55.7, SD = 13.5) than to the female students (M = 51.4, SD = 21.0). 
There were only minor differences in the overall approach between the two teacher 
groups when paired with all students. The female teachers were slightly more positive 
than their male counterparts, in particular through the use of Positive General evaluation 
(respective means of 42.2, SD = 17.4, and 40.2, SD = 15.7). In turn, the male teachers 
were more specific in their criticism of students than the female teachers, given the 
means for Negative Specific evaluation of 11.4 (SD = 17.2) and 8.6 (SD = 8.6). The 
male teachers were also slightly more specific in their comments to students overall than 
the female teachers (M = 55.0, SD = 18.5, and M = 52.0, SD = 17.0 respectively). 
The total results in the use of teacher approvals and disapprovals in instrumental music 
lessons showed much higher use of approvals (84.7%) than disapprovals (15.3%). 
Teacher evaluations were overall more specific (53.5%) than general (46.5%) in both 
praise and criticism. 
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To validate the trends emerging from descriptive statistics, the data were subjected to 
further statistical analyses. T-tests were used to compare results in all categories with 
regard to teacher gender. ANOVAs were applied to examine main effects of the four 
teacher-student gender pairings (male teachers/ male students, male teachers/ female 
students, female teachers/ female students, female teachers/ male students). Initially, no 
significant differences emerged in both t-tests and ANOVAs. This was largely due to the 
small sample and high standard deviations. The raw data were re-examined for outliers 
and the scores of two extremely critical teachers (one male and one female) were 
removed from the data. T-tests were re-calculated and again no difference was found 
between the two teacher groups in any category. However, the ANOVAs revealed 
between-groups significance in the category of Negative Specific Evaluation (F (3,16) = 
3.557, p = .038). The Means plots showed that the gender pairing that was different from 
other combinations was that of female teachers and male students. This pairing produced 
more Negative Specific Evaluations than other pairings. 
 
Discussion 
Teacher evaluation of students’ playing is a critical component of instrumental music 
teaching. Research has established that praise is more effective for student achievement 
than criticism, in that it contributes to more durable changes in student playing, building 
student confidence and motivation to practise (Salzberg, 1981; Radocy, 1982; 
Bartholomew, 1993). A baseline 80% approval rate for student behaviours has been 
recommended in classroom teaching (Single, 1991). In violin lessons of pre-tertiary 
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students Colprit (2000) found the rate of approvals to be double of disapprovals. This 
figure has not been tested in an advanced instrumental music studio. 
Earlier findings suggest that, as a teaching strategy, specific evaluation is more effective 
than general evaluation (Radocy, 1982; Kostka, 1984; Brophy & Good, 1986). However, 
recent research provides conflicting results. Carpenter (1988) reported twice as much 
general rather than specific praise by conductors in school band rehearsals. Goolsby 
(1997) and Siebenaler (1997) observed greater use of specific praise by expert teachers 
than less experienced teachers. The samples in these studies consisted of pre-tertiary 
students, and, therefore, the findings may be different from this study. 
Studies of gender differences portray stereotypical behaviour by teachers and students in 
university settings (Grasha, 1994; Lacey, Saleh and Gorman, 1998; Zhukov, 2006). This 
suggests a possible connection between gender attitudes and teacher use of approvals 
and disapprovals.  
The results of this study support earlier research on the use of praise and criticism in 
general teaching methodology. Overall, the teachers were strongly positive, with an 
average of 84.7% approval rate, above the 80% recommended by Single (1991). For 
example, here is a comment from a piano teacher: 
‘You’ve done a lot in one week, presumably in another week you will be five times further along 
the road. I think you have done very well.’ 
The teachers were overall more specific in their assessments of student performances 
(53.5%) as was expected from this sample of master teachers: a result comparable to the 
studies of Goolsby (1997) and Siebenaler (1997). This suggests that instrumental 
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teachers should be by and large positive in their feedback to students and attempt to be 
specific in their comments. 
Both teacher groups employed similar amount of praise and criticism and similar 
proportion of specific to general evaluations, as was confirmed by t-tests that showed no 
differences between the two teacher groups in all categories. However, subtle gender 
differences emerged between the teachers and in their treatment of students. The male 
teachers were slightly more critical and specific in their assessments of students. They 
tended to be positive when making general comments, and even-handed when being 
specific. Here is an example from a cello lesson (male teacher/ male student): 
Teacher: ‘Oh, I think you have missed your opportunity there with the repeats’ (Specific Negative).  
Teacher demonstrates. ‘So far it is exactly the same as the first phrase’(Structure). 
Student nods (Student Agreement). 
Teacher: ‘Doesn’t it mean that this next note (Teacher continues to demonstrate holding on to the 
note) rather a good note?’ (Explanation). 
Student nods in agreement, smiles (Student Agreement).  
 
The female teachers were slightly more generous in their approvals, which tended to be 
general, and less specific in their criticisms. For example, here is a comment from a 
violin teacher after listening to the student playing a long passage: ‘Good. Very nice. 
You are doing it beautifully’ (General Positive). These findings suggest that teachers 
need to be aware that their own gender could be influencing the amount of praise and 
criticism they tend to employ with different students. 
The female students received slightly more praise than did the male students, while 
teacher criticism of male students was more specific. Possible explanations for greater 
teacher approvals of female students are these students’ compliant behaviour and better 
social skills. Here is an example of a co-operative behaviour that is rewarded from a 
flute lesson with a male teacher and a female student: 
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Student asks a Question regarding the tonguing: ‘How do you get long and fast?’ 
Teacher Answers: ‘Ta-ga-ta-ga-ta’. 
Student reiterates: ‘Ta-ga-ta-ga-ta?’ 
Teacher confirms: ‘Yes, that’s right’, then demonstrates the same tonguing on the flute. 
Student repeats the tonguing on the flute. 
Teacher: ‘Yes, that’s right’. 
 
Analysis of other teacher/ student interactions in lessons (Zhukov, 2005) showed that 
female students demonstrated higher agreement with teacher directives while some male 
students were stubbornly resistant to teacher suggestions in lessons. Also during non-
musical (social) interactions between teachers and students the female students 
displayed greater disappointment in their own performance and initiated humorous 
exchanges more often than their male counterparts. Both of these strategies were 
interpreted as pre-emptive strikes to deflect teacher criticism. For example, if a student 
comments immediately after playing ‘This was truly awful!’ the teacher is more likely to 
counter this with a positive remark such as ‘Well, let’s see what we can do about it’ 
rather than criticise the student. Similarly, if a student makes a joke about their poor 
performance, the teacher is more likely to laugh with the student and offer a practical 
solution to the problem than be negative. One explanation for the greater teacher 
criticism of male students is the students’ unsuccessful social strategy of making excuses 
when playing badly. Teachers did not respond to this with sympathy or encouragement, 
resulting in more disapproval of the male students. Some male students resisted teacher 
suggestions, which triggered further teacher criticism. Male students’ lack of social 
skills and antagonistic behaviour contributed to the greater teacher disapproval they 
received. The results suggest that male and female students have different social skills 
and learning approaches that can have a direct effect on the amount of praise and 
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criticism they receive from their instrumental teachers. This has strong implications for 
teaching practice. 
The analysis of same-gender and different-gender pairing between teachers and students 
has revealed that the male teachers treated both student groups similarly in terms of 
overall approvals and disapprovals, but the female teachers used fewer negative 
comments towards the same-gender students. This was confirmed by the ANOVAs that 
highlighted the higher results in the female teacher/ male student pairing in the category 
of Negative Specific Evaluation. A closer scrutiny revealed that the male teachers were 
more general in their praise and more specific in their criticism of same-gender students, 
while towards opposite-gender students they were more specific in praise and even-
handed in criticism. The female teachers were more specific in approvals and 
disapprovals of opposite-gender students, and more general in praise and even-handed in 
criticism of same-gender students. These results suggest that in approvals teachers were 
more specific towards the opposite-gender students and in disapprovals the teachers 
were more specific towards the male students. In practical terms this means that teachers 
need to be aware of the effect the opposite gender pairing might have on their feedback 
to students and attempt to counter-balance any bias. 
 
Conclusions 
The findings indicate that earlier research on the high use of praise in general classroom 
teaching is applicable to instrumental music teaching at tertiary level. This study of 24 
instrumental music lessons shows that teachers in higher education are overall generous 
with their praise, with over 80% of their feedback being positive. This is consistent with 
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previous research in classroom music teaching and violin teaching. While research 
suggests that specific praise and criticism are more effective than general evaluations, 
the results of this study indicate that instrumental music teachers tend to be more 
specific when criticising, but not when praising their students. In terms of gender 
differences, the results demonstrate a generally uniform approach amongst the teachers 
in the use of approvals/disapprovals and specific/general evaluations. However, teacher 
criticism was largely directed at male students.  
The evidence presented in this study provides new insights into the use of approvals and 
disapprovals in higher education instrumental music lessons. The implications for 
effective teaching practice include greater use of approvals than disapprovals, greater 
use of specific evaluations (in particular when praising) and awareness of possible 
gender bias towards the female students. While these findings need further validation in 
a larger sample of teachers and students that permits greater use of inferential statistics, 
the awareness of these issues could already aid instrumental teachers in re-dressing the 
balance of their approvals and disapprovals in their daily practice. 
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Table 1. Summary of teacher evaluation analyses  
Category Positive  
Global 
Mean 
(SD) 
Positive  
Specific 
Mean 
(SD) 
Total  
Positive 
Mean 
(SD) 
Negative 
 Global 
Mean (SD) 
Negative  
Specific 
Mean  
(SD) 
Total  
Negative 
Mean 
(SD) 
Total 
Global 
Mean 
(SD) 
Total 
Specific 
Mean 
(SD)s 
Male 
teacher/ 
Male 
student 
pairing 
(n=6) 
43.7 
(12.2) 
39.4 
(15.9) 
83.1 
(20.7) 
3.6 
(4.3) 
13.3 
(21.7) 
16.9 
(20.7) 
47.2 
(13.8) 
52.8 
(13.8) 
Female 
teacher/ 
Female 
students 
pairing 
(n=6) 
48.2 
(17.8) 
41.2 
(12.4) 
89.4 
(11.7) 
6.2 
(7.8) 
4.4 
(7.4) 
10.6 
(11.7) 
54.5 
(18.4) 
45.5 
(18.4) 
Male 
teacher/ 
Female 
student 
pairing 
(n=6) 
36.7 
(19.0) 
47.7 
(18.3) 
84.4 
(12.1) 
6.1 
(6.2) 
9.5 
(13.0) 
15.6 
(12.1) 
42.7 
(23.4) 
57.3 
(23.4) 
Female 
teacher/ 
Male 
student 
pairing 
(n=6) 
36.1 
(16.2) 
45.7 
(13.3) 
81.8 
(11.9) 
5.4 
(5.5) 
12.8 
(8.0) 
18.2 
(11.9) 
41.3 
(13.9) 
58.7 
(13.9) 
Female 
Students  
(n=12) 
42.5 
(18.6) 
44.4 
(15.3) 
86.9 
(15.3) 
6.1 
(6.7) 
7.0 
(10.4) 
13.1 
(11.6) 
48.6 
(21.0) 
51.4 
(21.0) 
Male 
Students 
(n=12) 
39.9 
(14.2) 
42.6 
(14.4) 
82.5 
(16.1) 
4.4 
(4.8) 
13.1 
(15.6) 
17.5 
(16.1) 
44.3 
(13.5) 
55.7 
(13.5) 
Male 
Teacher/ 
MF students 
pairing 
(n=12) 
40.2 
(15.7) 
43.6 
(16.9) 
83.8 
(16.2) 
4.8 
(5.2) 
11.4 
(17.2) 
16.2 
(16.2) 
45.0 
(18.5) 
55.0 
(18.5) 
Female 
teacher/ MF 
students 
pairing 
(n=12) 
42.2 
(17.4) 
43.4 
(12.5) 
85.6 
(11.9) 
5.8 
(6.5) 
8.6 
(8.6) 
14.4 
(11.9) 
48.0 
(17.0) 
52.0 
(17.0) 
Total 
(n=24) 
41.2 
(16.2) 
43.5 
(14.5) 
84.7 
(13.9) 
5.3 
(5.8) 
10.0 
(13.4) 
15.3 
(13.9) 
46.5 
(17.4) 
53.5 
(17.4) 
Note. Results are shown in percentages of all evaluation categories per hour of lesson. 
 
 
 
 
 
